Canadian Journal for New Scholars in Education/ 

Revue canadienne des jeunes chercheures et chercheurs en education 



Special Issue 
August 2010 



Student Voice Key to Unlocking Inclusive Educational Practices 



Maria Gordon, PhD Candidate 

University of Ottawa 
gordon maria@hotmail.com 



Abstract 

A review of the educational policies and procedures across Canada’s provinces and territories reveals that inclusion 
of students with disabilities in regular classrooms is supposed to be the main policy and school practice. However, 
inclusive education has also shown to vary in the ways it has actually been implemented and practiced throughout 
Canada. This paper presents the argument that in order to investigate the efficacy of inclusion. It is important to 
conduct research from the student’s perspective since they are the recipients and participants of inclusive 
educational practices. 



Introduction 



Canada, like many other industrialized nations, provides equal opportunities to school access for all children and 
adolescents. However, access alone does not imply equity in student school experiences (Dunleavy, 2007). A 
diverse student population undoubtedly calls for diversity in the educational practices and delivery of services for 
students. As such, a monolithic structure is unable to satisfy the needs of every learner and the challenge of 
education thus becomes the creation of classrooms, schools, and school systems that achieve equal opportunity and 
positive outcomes for all students. One way to overcome the challenges of inequity among diverse student 
populations is to engage in more extensive conversations with students and include their points of view into the 
school structure. Hearing what students have to say and integrating their perspectives into their schooling is 
therefore a valuable way of moving Canadian inclusive education practices forward (Dunleavy). 

Education systems of the 19* and early 20* century did not include students’ views, nor were they created to include 
all types of student learners (Crawford, 2005; Porter, 2008). The traditional system of special education was defined 
by segregating students with disabilities and placing them in separate classrooms or schools where programs were 
delivered by specialist teachers (Crawford; Porter). However, a shift in ideology occurred because segregated 
education proved in many ways to be ineffective for students with disabilities (Kauffman 2000; Kennedy, 1995; 
Thomas, 1997; United Nations Educational, Scientific and Cultural Organization, 2005). Eor example, these 
students would often graduate, but were unprepared to lead fulfilling lives in their communities (Crawford, 2004; 
Porter). Eurthermore, segregation meant that students with disabilities (from mild to severe) were isolated from 
interacting and socializing with their non-disabled peers. Researchers have found that not only do students with 
disabilities perform less well in traditional special educational settings (Crawford, 2004), but that inclusive 
education supports positive outcomes for all students (Curtin & Clarke, 2005; Kliewer, 1998; Lindsay, 2003; Roeher 
Institute, 2003; Sebba & Sachdev, 1997; Willms, 2002). 

In an effort to correct these inadequacies and fragmented practices, inclusion evolved as a movement towards the 
merger of “general education” and “special education” systems, and has gained increasing support over the past 
three decades (Downing & Peckingham-Hardin, 2007; Thousand, Villa, & Nevin, 2002; Timmons, 2002; Will, 
1986). More specifically, inclusive education involves schools and classrooms adapting the ways in which they 
operate to ensure that all students are educated together in common contexts, and are treated equitably (Andrews & 
Lupart, 2000). 
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Inclusive education does not mean integration. Integration is viewed as a mechanism in which individual pupils are 
expected to adapt to conditions and practices in general education classrooms (Armstrong, Armstrong, & Barton, 

2000) . It is a structure designed to fit children into pre-existing systems and it also focuses on where pupils are 
educated rather than how they are educated (Armstrong & Moore, 2004). This differs from inclusive schooling 
practices, which extend beyond integration. Inclusion relates to a commitment and responsibility to the process of 
restructuring schools so that they respond to the diversity of pupils in their locality (Booth & Ainscow, 1998; Booth, 
Ainscow, Black-Hawkins, Vaughan, & Shaw, 2000; Lupart & Weber, 2002; Swain, Erench, & Cameron, 2003). 

Historically, the inclusive school movement grew out of parent -initiated advocacy efforts that focused on the rights 
of their children with disabilities to participate and be educated with their nondisabled peers (Turnbull & Turnbull, 

2001) . The current move towards inclusion has been heavily influenced by the human rights doctrine that 
underpinned the United Nations Convention of the Rights of Children (United Nations, 1989) and the Salamanca 
Statement on Principles, Policy and Practice in Special Needs Education (UNESCO, 1994). Kenworthy and 
Whittaker (2000) stated that ending segregation of young people within education was, first and foremost, a human 
rights issue, referring to the segregated special school systems as “20th-century gulags (prison camps) where the 
collective fear of children who are seen as different is assuaged and their segregation from other children is 
reconstructed as ‘special’ treatment in a ‘safe’ environment” (p. 219). Thomas (1997) and Tomlinson (2001) also 
posited that segregated education has played a key role in maintaining unequal access to services and resources 
prevalent within society, and perpetuating stigmatised labelling and categorisation of all people with disabilities. 

It can be said, then, that inclusion supports the inherent right of each Canadian student to access equitable 
educational services. In Canada, indirect federal support for greater inclusion of diverse learners emanates from 
section 15(1) of the Canadian Charter of Human Rights and Ereedoms, 1982. The Canadian Charter of Rights and 
Ereedoms acknowledges that as part of the Constitution Act, the rights of all individuals are guaranteed, including 
those with exceptionalities. In addition, the charter challenged discrimination based on mental or physical disability. 
By the 1980’s, most provinces and territories provided some type of special education through a combination of 
regular and individualized environments (Dworet & Bennet, 2002; Weber, 1994). 

Although approaches to, and definitions of, inclusive education can vary (Nind, Shereen, Sheehy, Collins, & Hall, 
2004), the common thread that binds inclusionary schooling is that all students have access to an accommodating 
curriculum that plays to their strengths, as well as provides meaningful and challenging learning opportunities for all 
students (Bucalos & Lingo, 2005; Burnstein, Sears, Wilcoxen, Cabello, & Spagna, 2004; Idol, 2006; Roach, 
Salisbury, & McGregor, 2002; Voltz, Sims, Nelson, & Bivens, 2005). It is important to note that an important 
difference with inclusion is that it brings diverse students, families, educators, and community members together to 
create schools and other social institutions based on acceptance, belonging, and community (Carrington, 2006; 
Sapon-Shevin, 2003). To achieve this, educators are required to establish individual education plans (lEPs). lEPs 
form expectations for all students, are based on the general education curriculum, and offer differentiated teaching 
practices to accommodate students’ individual differences to help all students succeed (Ford, Davem, & Schnorr, 
2001; Tomlinson & Eidson, 2003). 

There has been a considerable amount of research (especially over the past 10 years) demonstrating the efficacy of 
inclusive education (Burnstein et ak, 2004; Hunt, Hirose-Hatae, Doering, Karasoff, & Goetz, 2000; Idol, 2006; 
Foreman, 2007), as well as longstanding international support from bodies such as UNESCO (1994). Nevertheless, 
movement towards universal adoption of inclusive education policies and practices has been slow and inconsistent 
(Crawford, 2005; Idol; Porter, 2008). Hutchinson (2007) also argued this position. She reported that although 
inclusion of students with disabilities has become the dominant school service delivery model, it is loosely 
implemented throughout the country and each province and territory supports the model of inclusive education 
differently. 

The reason for multiple approaches to inclusive education and constant inconsistencies in implementation is due in 
part by Canada being such a large country, has educational services that are highly decentralized. It becomes 
difficult to set policy standards when education is within the jurisdiction of individual provinces and territories, 
rather than the responsibility of the federal government (Crawford, 2005). For example, provincial and territorial 
ministries of education use quite different approaches in their annual reports on education. Typically, reporting is at 
a high level of generality with little specific information on students with disabilities or other ‘exceptionalities’. 
Therefore, this decentralized system of education creates significant challenges to gaining information about a 
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province’s educational policies, programs, school and classroom practices, numbers of students by various statuses 
(e.g., visible minority, gender, disabled, etc.), and how students are faring in the country as a whole (Crawford). 

Undeniably, such an ad hoc model of inclusive education is unlikely to succeed unless strategies are planned, 
implemented, and promoted. As well, the flexibility and willingness of all stakeholders to support and advance the 
philosophy of inclusive education is of paramount importance (Bunch & Valeo, 2009; Crawford, 2005). 



The Insider’s Perspective 

Currently, public schools that are operating under the banner of inclusion should provide programs that meet the 
varying needs and interests of their diverse student populations (Banks, 2001; Lupart & Webber, 2002). However, 
there seems to be a disconnect between the concept of inclusive education and that which is actually practiced 
within schools and classrooms (Hutchinson, 2007). Therefore, one cannot claim the efficacy of inclusive schooling 
without hearing directly from the recipients and participants of this type of schooling. 

Since students are the primary users and receivers of inclusive education, their input is vital to understanding if an 
inclusive system is in place and how affectively and/or successfully it is being implemented. Within the school 
context there is growing evidence that children do better personally, socially, and academically when they are 
encouraged to take ownership of their learning (Bearne, 2002; Cox, 2000; Weare, 2000). It is for these reasons that 
students’ perspectives are critical to understanding the current inclusive education system. 

A number of studies provide some evidence to support this belief and have documented that repeated contact with 
students with disabilities (such as students with intellectual disabilities) within general educational settings can have 
a positive impact on the attitudes of their non-disabled peers (e.g.. Bunch & Valeo, 2004; Esposito & Reed, 1986; 
Krajewski & Elaherty, 2000; Slininger, Sherrill, & Jankowski, 2000; Townsend, Wilton, & Vakilirad, 1993). 
Therefore, it has been concluded that students without disabilities can benefit personally from being in an inclusive 
environment (Eisher,1999; Helmstetter, Peck, & Giangrego, 1994; Roeher Institute, 2003). 



Motive for Listening to Student Voice 

Students represent hidden voices who, if listened to, may assist in making schools and classrooms more inclusive 
(Ainscow, Earrell, Tweddle, & Malki, 1999). Eailure to engage more deeply with students in conversations about 
their learning increases the risk of student disengagement from the experience of school (Dunleavy, 2008). Students 
do have a voice and it is unfortunate that many students, especially those from the most vulnerable groups, continue 
to voice that school is not for them. Dunleavy reported that decisions to leave school early and persistent dropout 
rates send a compelling message to school systems about the value in seeking students’ perceptions of their school 
experiences. Listening to students’ views provides a powerful mechanism for connecting with students whose 
voices are often marginalized at school. By incorporating students’ perspectives into school systems, students are 
more likely to become actively involved, committed to their community and larger society as they transition to 
adulthood (Booth & Ainscow, 2002; Shogren, et ah, 2007; Wehmeyer & Palmer, 2003). 

Listening to what students have to say about their educational experiences is one way to determine the best methods 
required to support their needs and to assist schools to develop inclusive practices. Their perspectives can be 
considered when making educational decisions related to the implementation of curricula, school organization, 
assessment of learning outcomes, and practices that enable each student (with or without a disability) to fully 
participate in an inclusive school environment (Corbett, 2001; Sebba & Sachdev, 1997). 

The background literature on inclusive education has so far, focused on research aimed at examining the beliefs, 
attitudes, and values from teachers’, parents’, and administrators’ perspectives (Beame, 2002; Cox, 2000; Weare, 
2000). There is limited research conducted on inclusive policies and practices from the students' perspective. 
McLaughlin, Warren, and Scofield (1996) noted that a large amount of educational research has investigated 
students with special needs (particularly those with learning disabilities, social and behavioural problems, and 
intellectual/development disabilities) more than any other type of educational group. Despite this fact, this research 
rarely considers the impact of inclusive education on these students from their perspective. 
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Eurther supporting this notion, Giangreco, Edelman, and Broer (2001) claimed that “absent from the literature are 
the perspectives of students who receive paraprofessional supports” (p. 59). Giangreco et al. stated that “we need to 
spend more time listening to and trying to understand the perspectives of self advocates” (p. 59). Some research has 
been conducted, which has explored the views, perspectives, and experiences of students with disabilities with 
regard to their education with highly informative outcomes (Corbett, 2001; Swain & Erench, 2000; Gwynn, 2000; 
Hall, 2001; Keith, 1994, 2001; Oliver, 2000; Sainsbury, 2000; Souza, 2002; Wiley, 1999; Williams, 1995). 

Although some researchers have been willing to consider the views of youth with disabilities and accept their right 
to participate in decisions and debates that affect their schooling, there is still evidence that students are not being 
heard (Morris, 1998; Watson et al., 2000). Therefore, Watson and colleagues have argued for more research to be 
conducted from the perspectives of youth with disabilities that will challenge the current notion of all disabled 
individuals as being members of a homogenous group. In turn, incorporating students’ voices should lead to a more 
nuanced understanding of the lives and school experiences of each student with disabilities. 



Benefits of Inclusionary Practises for Students 

The majority of adolescents, including those with disabilities, report that friendships are an important aspect of 
school life (Swain & Erench, 2000). Positive relationships with peers are believed to contribute to feelings of social 
acceptance and a healthy development of self-esteem (Pitt, 2003). It has been argued that placement in a general 
educational school setting provides an opportunity for all young people to mix with a diverse array of peers, in an 
environment that reflects the “real world” (Graves & Tracy, 1998; Pitt, 2003). Middle and high school students in 
inclusive classrooms tend to have positive views of inclusion and believe that it helps them to understand individual 
differences, the needs of others, their ability to deal with disability in their own lives, and their ability to make 
friends with students with disabilities (Burstein, Sears, Wilcoxen, Cabello, & Spagna, 2004; Cook-Sather, 2003; 
Copeland et al., 2004). In essence, one of the key reasons given by students for attending a general education 
classroom has been that students with disabilities have a better opportunity to form friendships with a variety of 
peers, and hence become known within their local community (Alderson & Goodey, 1998; Bax, 1999; Butler, 2001; 
Hegarty, 2001; Kliewer, 1998; Llewellyn, 2000; Sebba & Sachdev, 1997). 

Another benefit to inclusive educational practices, as supported by research examining the self-reports of elementary 
students with mild disabilities is that their self-concept and classroom behaviours are comparable to their classmates 
without disabilities when they are included in a general education settings (Lee, Yoo, & Bak, 2003). Research 
suggests that the attitudes of teenagers towards individuals with disabilities have been positively influenced by 
inclusion. Students held positive attitudes toward being in close physical and social proximity to students that were 
categorized with learning disabilities or mentally retarded. The teens also maintained fewer derogatory beliefs about 
their disabled peers (Krajewski & Hyde, 2000). 

There is additional evidence to support the effectiveness of inclusive education. Specifically, academic and social 
achievement has been found to be higher amongst students in general education classrooms, across diverse 
backgrounds and abilities (Williams, 2002). Eor instance, there are studies demonstrating that for elementary 
students with mild disabilities, inclusive schooling resulted in better outcomes, including improved standardized test 
scores in mathematics and reading performance, mastery of lEP goals, annual grades, on-task behaviour, motivation 
to learn, and positive attitudes toward school and learning (Hunt, Hirose-Hatae, Doering, Karasoff, & Goetz, 2000; 
Idol, 2006; Peetsma, 2001). Research has also revealed that elementary students with intellectual and development 
disabilities enrolled in inclusive schools, learned targeted skills, had more engagement during instructional time, and 
had greater exposure to academic activities than students with severe disabilities educated in special education 
settings (Cushing, Clark, Carter, & Kennedy, 2005; Ereeman & Alkin, 2000). 



Barriers to Inclusive Educational Practices 

By all types of students being represented in Canadian schools and classrooms, the following assumptions (Csapo & 
Goguen, 1989) are made: 
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1 . Children can merge their own cultural needs and identity with their peers. This allows them to 
model age appropriate behaviors and skills. 

2 . Children can acquire academic and social competencies through interactions that occur naturally 
within the classroom (Hartup, 1983). 

3 . All children can gain an appreciation of individual differences. 

However, these elements are not likely to occur unless they are planned and promoted; and, unfortunately, many 
educators do not agree that all students with disabilities should be educated in the general education classroom 
(Kauffman, 1995; Kavale & Eorness, 2000; Macmillan, Gresham, & Eorness, 1995; Zigmond Baker, 1995). One 
concern often expressed is that inclusion denies some students the benefit of the intensive and individualized 
instruction they would receive in a segregated special education setting (Andrews & Lupart, 2000; Macmillan et ak, 
1995). One of the main reasons for this concern might be that general education classroom teachers often do not 
have enough knowledge of the nature and characteristics of students with exceptionalities (Chang, Early, & Winton, 
2005). A body of research has indicated that pre-service teachers leave their training programs having received 
limited training and experience in how to teach students with disabilities and do not feel adequately prepared to 
teach inclusive classrooms (Cook, 2002; Shippen, Crites, Houchins, Ramsey, & Simon, 2005). Also, there is further 
evidence to suggest that many teachers do not feel that they are well versed in the skills, or have the time, necessary 
to adapt a curriculum to special learners (Hemmingson, & Borell, 2002; Llewellyn, 2000; McLeskey & Waldron, 
2002; Wedell, Stevens, & Walker, 2000). Scruggs and Mastropieri’s (1996) research found that teachers reported 
needing an hour more a day to plan for students with disabilities. In some schools, students with disabilities did not 
have access to the entire curriculum (Curtin & Clarke, 2005; Hegarty, 2001; Llewellyn). Physical education was 
one subject in particular where participation has shown to be problematic (Simeonsson, Carlson, Huntington, 
McMillen & Brent, 2001). Butler and Hodge (2004) reported that some of these students had limited opportunities 
to participate fully in their physical education classes. Exclusion from class activities led some students to feel like 
outsiders in their classes and unwelcome by classmates without disabilities. Schools were also reported as having 
difficulties in facilitating the full participation of young people with disabilities on school trips and other extra- 
curricular school activities (Llewellyn). 



Students' Perceptions of Inclusive Education 

In order to understand if inclusive practices are successful and meeting student needs, it then becomes important to 
understand students' attitudes and how the practise of inclusion has influenced them. Prioritizing the role of students 
as active participants’ in learning and educational change is not, as many authors note, “a matter of turning schools 
over to students” (Dunleavy, 2008, p. 31). Rather, it is an ongoing process of recognizing that “students are genuine 
citizens of their schools, not merely temporary captives of them” (Dunleavy, p. 31). 

A case study conducted by Gordon (2004), examined the school experiences of eight children with Inflammatory 
Bowel Disease that attended inclusive public elementary schools. When asked if they liked their school, the overall 
sentiment was positive among all respondents. All students were able to list classes, activities, friendships, and 
teachers that they enjoyed. However, the students did voice the challenges and barriers created by their teachers, for 
example, being permitted to access the washroom as often as needed. 

Another study conducted by Lightfoot et al. (1999) further supported students’ positive pereeptions of inelusive 
schools. The authors recruited 33 students with a chronic illness or physical disability, between 1 1 and 16 years of 
age, from a number of different general education schools in order to investigate the impact of the illness or physical 
disability on the student’s sehool life. It was revealed that the students were able to manage the physical symptoms 
of their condition at school by developing a support network of both students and teachers. These students were also 
included in all the decisions about the services that they would require at school. 

These studies reflect the vital information that students share when asked for their perspective of their inclusive 
school experiences. In these cases, the students have expressed that effective inclusive education is comprised of 
established support systems that emanate from the collaboration of peers, availability of required services, and 
teacher involvement. In addition to this, students’ require that their input be valued when decisions are being made 
about their school lives and academic goals. 
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In terms of social development, students with disabilities reported that they tended to prefer placement in general 
education because their friends were in those classes, and they were treated similar to their peers (Bunch & Valeo, 
2004; Eisher, 1999; Lee et ah, 2003). These students also worried that special education placement would cause 
them to lose their friends, or to feel stigmatized and deficient. 

Although some researchers have been more willing to consider the views of students with disabilities and accept the 
rights of youth to participate in decisions and debates that affect their lives, there is still evidence that they are not 
being heard (Morris, 1998; Watson et al., 2000). Hence, Watson et al. called for more research to be conducted 
from the perspectives of students with disabilities, which will challenge the universal concept of a homogeneous 
disabled child and lead to a more nuanced understanding of their lives. 

There appears to be a general acceptance that inclusion is morally and ethically the most appropriate form of 
education (Curtin & Clarke, 2005), and there is some evidence that students can academically achieve at a higher 
level in inclusive settings as compared with segregated special education settings (Lindsay, 2003; Sebba & Sachdev, 
1997). Nevertheless, the idea that the inclusion of students promotes positive attitudes continues to be a widely 
debated topic, both in the field of research and in the greater educational community. There is some research that 
questions the effectiveness of inclusion on the academic performance of elementary students with disabilities as 
some report that they perform better academically within special education programs (Dymond & Russell, 2004; 
Simpson, 2004; Zigmond, 2003, 2006). However, it is important to bare in mind that inclusion programs are 
multifaceted and varied in their implementation and the services provided (Idol, 2006), which can explain the 
different study results. Moreover, although many policies and legislations for inclusion have been put in place 
during the past 30years, what do we really know about how students feel about inclusion? 



Conclusion 

In conclusion, it is crucial to hear from students with disabilities who are participating in inclusive classrooms in 
order to better understand their social and academic needs. More research is needed in this area in order to evaluate 
inclusive educational practices; and to do so effectively requires incorporating the views of students (with and 
without disabilities) and an examination of how they perceive their school experiences (O'Hanlon, 2003). Student 
input is the vital link to understanding the advantages and disadvantages of inclusive educational practices. 

Eurthermore, the importance of involving students in the process of monitoring polices and practices are widely 
acknowledged and occasionally practised (Hopkins, Ainscow, & West, 1994). The ideology is to go beyond treating 
students as producers of interesting data in order to explore how they might become partners in a dialogue that 
informs the life and development of their school community (Eielding, 1997). By doing so, this allows all the 
participants to be both the researchers and, at the same time, the subjects of research. If, indeed, the future of public 
education is to create inclusive classrooms, we then need to take into account the differences and needs of all the 
students, including those with and without disabilities. 

Ultimately, the benefits of student engagement go beyond schools and support the achievement of broader social and 
educational goals. The way forward need not be as complicated and can begin by asking students what they think in 
regards to their education. 



6 




CJNSE/RCJCE 



References 

Ainscow, M., Earrell, P., Tweddle, D., & Malki, G. (1999). The role of LEAs in developing inclusive policies and 
practices. British Journal of Special Education, 26(3), 136-140. 

Alderson, P., & Goodey, C. (1998). Doctors, ethics and special education. Journal of Medical Ethics, 24(1), 49-55. 

Andrews, J., & Lupart, J. L. (2000). The inclusive classroom: Educating exceptional children (2nd ed.). 
Scarborough, Ontario: Nelson Canada. 

Armstrong, E., Armstrong, D., & Barton, L. (2000). Inclusive education: Policy, contexts and perspective. London, 
UK: David Eulton. 

Armstrong, F., & Moore, M. (2004). Action research for inclusive education: Changing places, changing practices, 
changing minds. London, UK: Routledge Palmer. 

Banks, J. A. (2001). Multicultural education: Characteristics and goals. In J. A. Banks & C. A. M Banks (Eds.), 
Multicultural education: Issues and perspectives (4th ed.). New York, NY: John Wiley & Sons, Inc. 

Bax, M. (1999). Joining the mainstream. Developmental Medicine and Child Neurology, 41(3), 3. 

Beame, E. (2002). A good listening to: Year 3 pupils talk about learning. Support for Learning, 17(3), 122-127. 

Booth, T., & Ainscow, M. (1998). From them to us: An international study of inclusion in education. New York: 
Routledge. 

Booth, T., & Ainscow, M. (2002). Index for Inclusion. In G. Thomas & M. Vaughan (Eds.), Inclusive education: 
Readings and reflections. New York, NY: Open University Press. 

Booth, T., Ainscow, M., Black-Hawkins, K., Vaughan, M., & Shaw, L. (2000). Index for inclusion: Developing 
learning and participation in schools. Bristol, UK: Centre for Studies on Inclusive Education. 

Bucalos, A. B., & Lingo, A. S. (2005). What kind of “managers” do adolescents really need? Helping middle and 
secondary teachers manage classrooms effectively. Beyond Behavior, 14(2), 9-14. 

Bunch, G., & Valeo, A. (2004). Student attitudes towards peers with disabilities in inclusive and special education 
schools. Disability & Society, 19(1), 61-76. 

Bunch, G., & Valeo, A. (2009). Inclusive education: To do or not to do. Toronto, Canada: Couto Printing and 
Publishing. 

Burnstein, N., Sears, S., Wilcoxen, A., Cabello, B., & Spagna, M. (2004). Moving toward inclusive practices. 
Remedial and Special Education, 25(2), 104-116. 

Butler, C. (2001). Evidence tables and reviews of treatment outcomes. In A. Scherzer (Ed.), Early diagnosis and 
intervention therapy in cerebral palsy (pp. 314-330). New York, NY: Marcel Dekker. 

Butler, R. S. & Hodge, S. R. (2004). Social inclusion of students with disabilities in middle school physical 

education classes. Research in Middle Level Education Online, 27(1), 1-10. Retrieved April 10, 2010 from 
http://w w w . nmsa. org/Publications/RMLEOnline/tabid/ 101 /Default, aspx 

Canadian Charter of Rights and Freedoms, Part I of the Constitution Act, 1982, being Schedule B to the Canada Act 
1982 (C.K.), 1982 c. 11. 

Carrington, S. (2006). Developing an inclusive school culture. In M. Keeffe & S. Carrington (Eds.), Schools and 
diversity (pp. 17-32). New South Wales: Pearson Education Australia. 

Chang, F., Early, D. M., & Winton, P. J. (2005). Early childhood teacher preparation in special education at 2- and 
4-year institutions of higher education. Journal of Early Intervention, 27(2), 1 10-115. 

Cook, B. G. (2002). Inclusive attitudes, strengths, and weaknesses of pre-service general educators enrolled in a 

curriculum infusion teacher preparation program. Teacher Education and Special Education, 25, 262-277. 

Cook-Sather, A. (2003). Listening to students about learning differences. Teaching Exceptional Children, 55(4), 22 
27. 

Copeland, S. R., Hughs, C., Carter, E. W., Guth, C., Presley, J. A., Williams, C. R., & Fowler, S. E. (2004). 

Increasing access to general education: Perspectives of participants in a high school peer support program. 
Remedial and Special Education, 25, 342-352. 

Corbett, J. (2001). Supporting inclusive education: A connective pedagogy. London, UK: Routledge Palmer. 

Cox, T. (2000). Pupils’ perspectives on their education. In T. Cox (Ed.), Combating educational disadvantage: 
Meeting the needs of vulnerable children (pp. 136-156). London, UK: Palmer Press. 

Crawford, C. (2004). Gathering momentum: Mobilizing to transform community living in BC. Toronto, Canada: The 
Roeher Institute. 

Crawford, C. (2005). Scoping inclusive education for Canadian students with intellectual and other disabilities. 
Toronto, Canada: Roeher Institute. 

Csapo, M., & Goguen, L. (1989). Special education across Canada: Issues and concerns for the 90s. Vancouver, 
Canada: Centre for Human Development and Research. 



7 



CJNSE/RCJCE 



Curtin, M., & Clarke, G. (2005). Listening to young people with physical disabilities experiences of education. 
International Journal of Disability, Development and Education, 52(3), 195- 214. doi: 

10.1 080/10349 1 205002528 1 7 

Cushing, L. S., Clark, N. M., Carter, E. W., & Kennedy, C. H. (2005). Access to the general education curriculum 
for students with significant cognitive disabilities. Teaching Exceptional Children, 38(2), 6-13. 

Downing, J., E., & Peckingham-Hardin, K. D. (2007). Inclusive education; What makes it a good education for 
students with moderate to severe disabilities? Research & Practice for Persons with Severe Disabilities, 
32(1), 16-30. 

Dunleavy, J. (2007). Public education in Canada: Facts, trends and attitudes. Toronto, Canada; Canadian Education 
Association. Retrieved May 5, 2010 from, http;//www.cea-ace.ca/media/en/CEA- 
ACE PubEd.07 E EinalWEB.pdf 

Dunleavy, J. (2008). Listen up; Student voice and educational change. Canadian Education Association, 48(2), 31. 

Dworet, D., & Bennett, S. (2002). A view from the north; Special education in Canada. Teaching Exceptional 
Children, 34(5), 22-27. 

Dymond, S. K., & Russell, D. L. (2004). Impact of grade and disability on instructional context of inclusive 
classrooms. Education and Training in Developmental Disabilities, 39, 127-140. 

Esposito, B. G., & Reed, T. M. (1986). The effects of contact with handicapped persons on young children’s 
attitudes. Exceptional Children, 55(3), 224-229. 

Fielding, M. (1997). Beyond school effectiveness and school improvement; Lighting the slow fuse of possibility. In 
J. White and M. Barber (eds) Perspectives on School Effectiveness and School Improvement. Bedford Way 
Papers, London, Institute of Education. 

Fisher, D. (1999). According to their peers; Inclusion as high school students see it. Mental Retardation, 37(6), 458- 
467. 

Ford, A., Davern, L., & Schnorr, R. (2001). Learners with significant disabilities; Curricular relevance in an era of 
standards-based reform. Remedial and Special Education, 22(4), 214-222. 

Freeman, S. H. & Alkin, C. (2000). Academic and social attainments of children with mental retardation in general 
education and special education settings. Remedial and Special Education, 21(1), 3-18. 

Giangreco, M. F., Edelman, S. W., & Broer, S. M. (2001). Respect, appreciation, and acknowledgement of 
paraprofessionals who support students with disabilities. Exceptional Children, 67(4), 485-498. 

Gordon, M. (2004). Children with inflammatory bowel disease (IBD); Finding strategies to cope with physical 
symptoms in school. Unpublished master’s thesis, Concordia University, Montreal, Quebec, Canada. 

Graves, P. & Tracy, J. (1998) Education for children with disabilities; The rationale for inclusion. Journal of 
Paediatrics and Child Health, 34, 220-225. 

Gwynn, J. D. (2000). Being on the Inside; Policy making at Balott School. Unpublished manuscript. University of 
Sheffield, Sheffield, United Kingdom. 

Hall, K. (2001). Asperger syndrome, the universe and everything. London, UK; Jessica Kingsley. 

Hartup, W. W. (1983). Peer relations. In P. H. Mussen (Ed.), Handbook of child psychology (Vol. 4, pp. 61-79). 

New York; John Wiley. 

Hegarty, S. (2001). Inclusive education; A case to answer. Journal of Moral Education, 30(3), 243-249. 

Helmstetter, E., Peck, C. A., & Giangrego, M. F. (1994). Outcomes of interactions with peers with moderate to 

severe disabilities; A state wide survey of high school students. Journal of the Association of Persons with 
Severe Handicaps, 19(4), 263-276. 

Hemmingson, H., & Borell, L. (2002). Environmental barriers in mainstream schools. Child: Care, Health and 
Development, 28(1), 57-63. 

Hopkins, D., Ainscow, M., & West, M. (1994). School improvement in an era of change. London, UK; Cassell. 

Hunt, P., Hirose-Hatae, A., Doering, K., Karasoff, P., & Goetz, L. (2000). “Community” is what 1 think everyone is 
talking about. Remedial and Special Education, 21(5), 305-317. 

Hutchinson, N. L. (2007). Inclusion of exceptional learners in Canadian schools: A practical handbook for teachers 
(2nd ed.). Toronto, Canada; Pearson Education Canada. 

Idol, L. (2006). Toward inclusion of special education students in general education; A program evaluation of eight 
schools. Remedial and Special Education, 27(2), 77-94. 

Kauffman, J. M. (1995). How we might achieve the radical reform of special education. In J. M. Kauffman & D. P. 
Hallahan (Eds.), The illusion of full inclusion (pp. 193-211). Austin, TX; PRO-ED. 

Kauffman, J.M. (2000). The special education story; Obituary, accident report, conversion experience, reincarnation, 
or none of the above? Exceptionality, S(l), 61-71. 

Kavale, K. A., & Forness, S. A. (2000). History, rhetoric and reality; Analysis of the inclusion debate. Remedial and 



8 



CJNSE/RCJCE 



Special Education, 21, 279-296. 

Keith, L. (Ed.). (1994). Mustn’t grumble. London: Women’s Press. 

Keith, L. (2001). Take up thy bed and walk: Death, disability, and cure in classic fiction for girls . London, LFK: 
Women’s Press. 

Kennedy, M. (1995). Rights for children who are disabled. In B. Eranklin (Ed.), The handbook of children ’s rights 
(pp. 147-159), London: Routledge. 

Kenworthy, J., & Whittaker, J. (2000). Anything to declare? The struggle for inclusive education and children’s 
right’s. Disabilty & Society, 75(2), 219-231. doi: 10. 1080/09687590025649 

Kliewer, C. (1998). The meaning of inclusion. Mental Retardation, 36(4), 317-322. 

Krajewski, J., & Flaherty, T. (2000). Attitudes of high school students toward individuals with mental retardation. 
Mental Retardation, 38(2), 154-162. 

Krajewski, J. J., & Hyde, M. S. (2000). Comparison of teen attitudes toward individuals with mental retardation 

between 1987 and 1998: Has inclusion made a difference? Education and Training in Mental Retardation 
and Developmental Disabilities, 55(3), 284-293. 

Krajewski, J. J., Hyde, M. S., & O'Keefe, M. K. (2002). Teen attitudes toward individuals with mental retardation 
from 1987 to 1998: Impact of respondent gender and school variables. Education and Training in Mental 
Retardation and Developmental Disabilities, 37(1), 27-39. 

Lee, S., Yoo, S., & Bak, S. (2003). Characteristics of friendships between children with and without disabilities. 
Education and Training in Developmental Disabilities, 38(2), 157-166. 

Lightfoot, J., Wright, S., & Sloper, P. (1999). Supporting pupils in mainstream schools with an illness or disability: 
Young people's views. Child: Care, Health and Development, 25(4), 267-283. 

Lindsay, G. (2003). Inclusive education: A critical perspective. British Journal of Special Education, 30(1), 3-12. 

Llewellyn, A. (2000). Perceptions of mainstreaming: A systems approach. Developmental Medicine and Child 
Neurology, 42(2), 106-115. 

Loreman, T. (2007). Seven pillars of support for inclusive education: Moving from “Why?” to “How?” 
International Journal of Whole Schooling, 3(2), 22-38. 

Lupart, J. L., & Webber, C. (2002). Canadian schools in transition: Moving from dual education systems to 
inclusive schools. Exceptionality Education Canada, 72(2-3), 7-52. 

Macmillan, D. L., Gresham, F. M., & Forness, S. R. (1995). Full inclusion: An empirical perspective. Behavioral 
Disorders, 21(2), 145-159. 

McLaughlin, M. J., Warren, S. H., & Schofield, P. F. (1996). Creating inclusive schools: What does the research 
say?. In T. Vandercook & J. York-Barr (Eds.), Feature issue on inclusion and school restructuring. 
Minneapolis: University of Minnesota, Institute on Community Integration. IMPACT, 9(2), 3-26. 

McLeskey, J., & Waldron, N. L. (2002). Inclusion and school change: Teacher perceptions regarding curricular and 
instructional adaptations. Teacher Education and Special Education, 25, 41-54. 

Morris, J. (1998). Don ’t leave us out: Involving disabled children and young people with communication 
impairments. York, UK: York Publishing Services. 

Nind, M., Shereen, B., Kieron, Sheehy, K., Collins, J., & Hall, K. (2004). Methodological challenges in researching 
inclusive school cultures. Educational Review, 56(3), 59-270. 

O’Hanlon, C. (2003). Educational inclusion as action research: An interpretive discourse. Maidenhead, England: 
Open University Press. 

Oliver, M. (2000). Why do insider perspectives matter? In M. Moore (Ed.), Insider perspectives on inclusion: 
Raising voices, raising issues (pp. 7-17). Sheffield: Philip Armstrong. 

Peetsma, T. (2001). Inclusion in education: Comparing pupils’ development in special and regular education. 
Educational Review, 53(2), 125-136. 

Pitt, V. (2003). Integration versus segregation: The experience of a group of disabled students moving from 

mainstream to school into special needs further education. Southampton, UK: University of Southampton. 

Porter, G. L. (2008). Making Canadian schools inclusive: A call to action. Canadian Education Association, 48(2), 
62-66. 

Roach, V., Salisbury, C., & McGregor, G. (2002). Applications of a policy framework to evaluate and promote 
large-scale change. Exceptional Children, 68(4), 451-464. 

Roeher Institute (2003). Best and promising practices in inclusive education policy and practice. Toronto, Canada: 
Roeher Institute. 

Sainsbury, C. (2000). Martian on the playground. London: Book Factory. 

Sapon-Shevin, M. (2003). Inclusion: A matter of social justice. Educational Leadership, 61(2), 25-28. 

Scruggs, T. E., & Mastropieri, M. A. (1996). Teacher perceptions of mainstreaming/inclusion, 1958-1995: A 



9 



CJNSE/RCJCE 



research synthesis. Exceptional Children, 65(1), 59-74. 

Sebba, J. & Sachdev, D. (1997). What works in inclusive education? Ilford, UK: Bamardo’s. 

Shippen, M. E., Crites, S. A. Houchins, D. E., Ramsey, M. L., & Simon, M. (2005). Preservice teacher’s perceptions 
of including children with disabilities. Teacher Education and Special Education, 28(2), 92-99. 

Shogren, K. A., Wehmeyer, M. L., Palmer, S. B., Soukup, J. H., Little, T. D., Garner, N., & Lawrence, M. (2007). 
Examining individual and ecological predictors of the self-determination of students with disabilities. 
Exceptional Children, 75(4), 488-509. 

Simeonsson, R., Carlson, D., Huntington, G., McMillen, J., & Brent, J. L. (2001). Students with disabilities: A 
national survey of participation in school activities. Disability and Rehabilitation, 25(2), 49-63. 

Simpson, R. L. (2004). Inclusion of students with behaviour disorders in general education settings: Research and 
measurement issues. Be/iflv/oraZ D/sort/ers, 30(1), 19-31. 

Slininger, D., Sherrill C., & Jankowski, C. M. (2000). Children’s attitudes toward classmates with severe 
disabilities: Revisiting contact theory. Adapted Physical Activity Quarterly, 17(2) 176-196. 

Souza, A. (2002). Everything you ever wanted to know about Down’s Syndrome, but never bothered to ask. In P. 
Ramachan, G. Grant, & J. Borland. (Eds), Empowerment in everyday life: Learning disability (pp.3-15) 
London, UK: Jessica Kingsley. 

Swain, J., & Erench, S. (2000). Towards an affirmation model of disability. Disability & Society, 15(4), 569-582. 

Swain, J., & Erench, S. (2004). Whose tragedy: Towards a personal non-tragedy view of disability. In J. Swain, S. 
Erench, C. Barnes, & C. Thomas (Eds.). Disabling barriers-Enabling environments (2nd ed.). Thousand 
Oaks, California: Sage Publications. 

Swain, J., Erench, S., & Cameron, C. (2003). Controversial issues in a disabling society. Buckingham: Open 
University Press. 

Thomas, G. (1997). Exam performance in special schools. Bristol, UK: Centre for studies on inclusive education. 

Thousand, J. S., Villa, R. A., &. Nevin, A. I. (2002). Creativity and collaborative learning: The practical guide to 
empowering students, teachers, and families (2nd ed.). Baltimore, MD: Paul H. Brookes. 

Timmons, V. (2002). International perspectives on inclusion: Concluding thoughts. Exceptionality Education 
Canada, 12(2), 187-192. 

Tomlinson, C. A. (2001). Grading for success. Educational Leadership, 58(6), 12-15. 

Tomlinson, C. A., & Edison, C. C. (2003). Differentiate in practise: A resource guide for differentiating curriculum. 
Alexandria, VA: Association for Supervision and Curriculum Development. 

Townsend, M. A., Wilton, K. M., & Vakilirad, T. (1993). Children's attitudes toward peers with intellectual 
disability. Journal of Intellectual Disability Research, 37, 405-411. 

Turnbull, A. P., & Turnbull, H. R. (2001). Families, professional, and exceptionality: Collaborating for 
empowerment (4th ed.). Upper Saddle River, NJ: Merrill/Prentice Hall. 

United Nations Education Scientific and Cultural Organization. (1989). United Nations Convention on the Rights of 
the Child. Paris, Prance: UNESCO. 

United Nations Education Scientific and Cultural Organization. (1994). The Salamanca statement and framework 
for action on special needs education. Salamanca, Spain: UNESCO. 

United Nations Education Scientific and Cultural Organization. (2005). Guidelines for inclusion: Ensuring access to 
education for all. Paris, Prance: UNESCO. 

Voltz, D. L., Sims, M. J., Nelson, B., & Bivens, C. (2005). M^ECCA: A framework for inclusion in the context of 
standards-based reform. Teaching Exceptional Children, 37(5), 14-19. 

Watson, N., Shakespeare, T., Cunningham-Burley, S., Barnes, C., Corker, M., Davis, J., & Priestley, M. (2000). Life 
as a disabled child: A qualitative study of young people's experiences and perspectives. Leeds and 
Edinburgh: University of Leeds & University of Edinburgh. 

Weare, K. (2000). Promoting mental, emotional and social health: A whole school approach. London, UK: 
Routledge. 

Weber, K. (1994). Special Education in Canadian Schools. Thornhill, Canada: Highland Press 

Wedell, K., Stevens, C., & Walker, T. (2000). Points from the SENCo-Porum: Putting inclusion into practice. 

British Journal of Special Education, 27(2), 100. 

Wehmeyer, M. L., & Palmer, S. B. (2003). Adult outcomes for students with cognitive disabilities three years after 
high school: The impact of self-determination. Education and Training in Developmental Disabilities, 

38(2), 131-144. 

Wiley, L. H. (1999). Pretending to be normal: Living with Asperger’s Syndrome. London, UK: Jessica Kingsley. 

Will, M. C. (1986). Educating children with learning problems: A shared responsibilty. Exceptional Children, 52(5), 
411-415. 



10 




CJNSE/RCJCE 



Williams, D. (1995). Somebody somewhere. London, UK: Corgi. 

Williams, S. C. (2002). How speech-feedback and word prediction software can help students write. Teaching 
Exceptional Children, 34(3), 72-78. 

Willms, J. D. (2002). Vulnerable children: Findings from Canada ’s National Longitudinal Survey of Children and 
Youth. Edmonton, AB: University of Alberta Press. 

Zigmond, N. (2003). Where should students with disabilities receive education services? Is one place better than 
another? Journal of Special Education, 37(3), 193-199. 

Zigmond, N. (2006). Reading and writing in co-taught secondary school social studies classrooms: A reality check. 

Reading and Writing Quarterly: Overcoming Learning Difficulties, 22(3), 249-268. 

Zigmond, N., & Baker, J. M. (1995). Concluding comments: Current and future practices in inclusive schooling. The 
Journal of Special Education, 29(2), 245-250. 



11 




